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1. Introduction
It has been argued that autonomy is a crucial factor for learning, as it 
leads to intrinsic motivation (IM; Deci & Ryan, 1985). This is because learners’ 
responsibility for managing their own learning and the awareness that their 
efforts and learning strategies affect the outcome may increase their 
motivation (Dickinson, 1995). Thus ideally, learning should be at least partly 
self-determined by learners rather than being thoroughly teacher-led. 
Teacher-led education is particularly prevalent in East Asia, including Japan. 
In order to increase intrinsic motivation in such an educational context, 
learners need to have more opportunities to manage and make decisions on 
their own. However, Kondo et al. (2012) suggested that it can be difficult for 
learners to manage their own learning since they tend to spend much time 
on teacher-led tasks. Thus, it is advisable for teachers and educators to have 
a minimum intervention, providing more opportunities for students to make 
decisions regarding their learning process. Therefore, the current study 
examined the effects of a teaching method that allows students to decide on 




2.1. Teacher-mediated autonomous learning in EFL/EAP contexts
Although autonomy can positively affect students’ learning, it may not 
fit every cultural context. Education that stresses autonomy, which has been 
accepted in cultures that emphasize individualism, may be difficult to 
implement in cultures that emphasize collectivism (Jones, 1995; Chan, 2001). 
Thus, autonomous learning should be designed to fit the cultural context (Ho 
& Crookall, 1995; Schmenk, 2005). Individualists performed best when given a 
personal choice, while collectivists performed best when given a choice by 
members of the group (Iyengar & Lepper, 1999). This case may indicate the 
possibility that learners’ relatedness with group members can be used to 
encourage their learning in contexts where collectivism tends to be valued. 
Additionally, a certain amount of teacher mediation is necessary. In the study 
conducted by Kondo et al. (2012), three learners reported that they were not 
able to study without a mandatory course structure or schedule. It was also 
revealed that students’ self-study time and self-efficacy decreased from the 
previous semester, when the students had more support and intervention 
from the teacher. It is also worth noting that one student quit learning 
because their peers were no longer studying, which may indicate the effect 
of peers. Therefore, as the researcher suggested, conventional teacher 
intervention needs to be replaced by mediation that supports self-regulated 
learning through collaboration among learners.
However, teacher mediation should be carefully designed so as not to 
interfere with learners’ self-regulated learning. Indeed, teacher-led instruction 
regarding learning strategies is unlikely to be applied to students’ 
independent learning. For instance, learning strategies taught in 
experimental studies are rarely used for independent learning at home 
(Pressley & McCormick, 1995). Additionally, some learners (n = 10, out of 53) 
felt that the learning strategies provided in experimental settings were 
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better suited to a teacher-led learning context, such as a traditional 
classroom, rather than self-regulated learning settings, including online 
discussion forums (Wong, & Bakar, 2009). Therefore, in the current study, 
learners were encouraged to have their own learning goals and achieve them 
through self-assigned tasks. The learning goals and reflections on how they 
worked toward goals were then shared online with their peers so that their 
relatedness could be satisfied by the activities, possibly leading to enhanced 
intrinsic motivation.
2.2. Intrinsic motivation in EFL/EAP contexts
Self-determination is a crucial psychological concept that involves 
individuals’ decision making. According to self-determination theory (Deci 
and Ryan, 1985; 2000), intrinsic motivation can be observed when decisions 
are made for their inherent enjoyment and excitement. By contrast, extrinsic 
motivation can be caused by external motives, such as rewards or the desire 
to avoid punishment (Ryan and Deci, 2000). The theory posits three 
psychological needs that must be satisfied to maintain the optimal 
performance of individuals: autonomy, competence, and relatedness. The 
need for autonomy can be satisfied through voluntary behavior. In 
educational settings, for example, learners can satisfy the need for autonomy 
by having control and responsibility for their learning process as well as 
setting personal goals for their independent learning. The need for 
competence can be satisfied by students recognizing their own ability to 
achieve their goals. Relatedness may be satisfied by collaborations and 
interactions with peers or by feeling a sense of rapport.
Indeed, peer interactions may positively affect learners’ motivation. They 
may feel motivated to engage in autonomous learning through the awareness 
of the audience and a sense of competition with their peers (Chen & Brown, 
2012). Additionally, recognizing relevancy of their own work or goals with 
those of their peers may motivate them to incorporate positive aspects of 
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their peers’ performances (Dörnyei, 2005). Gaining exposure to the peers’ 
works can be beneficial as it can help students find content relevant to their 
interests and thus lead to increased motivation (Hirano, Vincent, Sasao, & 
Takahashi, 2019). While peer activities may enhance students’ IM, 
interactions among students may cause anxiety to some. In particular, 
Japanese students may benefit more from individual work during the writing 
process than from collaboration. This is because they tend to prefer working 
individually (Peretz, 2003; Storch, 2005) and show concerns over peer 
feedback (Banister, 2020; Carson & Nelson, 1996; Lin & Yang, 2011). 
Therefore, the current study employed a method in which students work 
individually while they can relate to their peers by sharing their reflections.
3. Purpose of the study
The current research explored whether the activities employed in 
English classes satisfied the psychological needs for autonomy, competence, 
and relatedness. It also examined whether these activities enhanced students’ 
intrinsic motivation (IM). The activities involved learners sharing their 
reflections on learning goals and achievements with their classmates. The 
research also investigated the correlations between psychological needs and 
IM in order to reveal how satisfying the former can lead to enhanced IM.
RQ1. Did students’ reflections shared with their peers satisfy the needs 
for competence, relatedness, and autonomy?
RQ2. Did students’ reflections shared with their peers enhance the IM to 
know, accomplish things, and experience stimulation?
RQ3. Are there correlations between the abovementioned psychological 
needs and IM?
It is worth noting that learners were allowed to change their learning 
goals they had decided upon in Week 1, although they were advised to 
report the change in the comments so that they could keep track of their 
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goals and their peers could acknowledge the change. The learning goals 
could have been set either for assignments or their independent study, 
although they were encouraged to think of tasks relevant to their 
assignments so that the sub-tasks they decided on would feed into class 
performances. In order to reduce excessive teacher intervention, the learners 
were not required to employ frameworks provided by the teacher, although 
the teacher gave examples of learning goals and tasks. The learners shared 
comments on how they worked toward their learning goals. They were only 
advised to share comments weekly, although they were highly encouraged to 
share comments two to three weeks before essay assignments submissions. 
Furthermore, they were required to submit comments during the essay 
submission week, which received feedback from the teacher.
An example of a learning goal and subsequent tasks could be: “I would 
like to be able to use various conjunctions and transitional phrases in my 
essays,” followed by the tasks or what they were planning to do to achieve 
the goals: “By the end of the semester, I will have used five different types of 
conjunctions and transitional phrases in my essays and understood the usage 
of 10 different transitional expressions.” Apart from the learning goal to be 
achieved by the end of the semester, they were encouraged to set weekly 
tasks relevant to the goals they decided on, particularly for the several 
weeks before the essay submissions.
4. Methods and procedure
4.1. Participants and teaching context
The research was conducted by a Japanese teacher and researcher who 
taught English courses at a private women’s university in Kyoto, Japan. The 
teacher taught four online courses for 15 weeks, with a total of 100 students. 
Most students were in their first or second year of study, from various 
majors. The students’ average English skills were around A2 on the Common 
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European Framework of Reference for Languages. Of the 100 students, 28 
responded to the questionnaire, and 36 agreed to offer their essays and 
reflections for analysis.
4.2. Data collection and analysis
Both qualitative and quantitative data were collected through an online 
questionnaire (n = 28) and the students’ written assignments, which were 
submitted online (n = 36). A five-point Likert scale was employed for the 
questionnaire (1 = disagree to 5 = agree). The quantitative data of the 
questionnaire measured how sharing reflections affected students’ perceived 
competence, relatedness, autonomy, IM to know, IM to accomplish things, 
and IM to experience stimulation. A Pearson product-moment correlation 
coefficient was computed using Microsoft Excel® to assess the relationship 
between psychological needs and IM, in addition to descriptive statistics. An 
online website, “p-Value Calculator for Correlation Coefficients,” was used to 
compute p-values for Pearson correlation coefficients (Soper, 2021).
Qualitative data, such as submissions of essays and comments, were used 
as supplementary data to provide examples of students’ perceptions. 
Relevant comments were selected to demonstrate their perceptions of each 
section. The comments were analyzed using a deductive thematic analysis 
approach. Themes were decided based on self-determination theory (Deci 
and Ryan, 1985, 2000) and categorizations of IM (Vallerand et al., 1992). There 
were seven themes: competence, relatedness, autonomy, IM to know, IM to 
accomplish things, IM to experience stimulation, and anxiety. Students’ 
anxiety regarding class activities was measured in addition to their 
psychological needs and IM, as some Japanese students were found to feel 
uncomfortable during collaborative activities and when working with peers 
(Banister, 2020; Carson & Nelson, 1996; Lin & Yang, 2011).
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4.3. Course description and procedure
The lessons were designed around having students independently work 
on written assignments through a learning management system (LMS). The 
course materials, including voiced slides, videos, and resources for self-study, 
were provided through the platform. Online resources included embedded 
videos, URLs for dictionaries, such as Eijiro on the Web (ALC Press Inc., 
2021) and Thesaurus (Dictionary.com, LLC., 2021), and a corpus of academic 
phrases, Academic Phrasebank (Morely, 2021). Students were allowed to use 
applications and websites for translation, such as DeepL (DeepL GmbH, 2021). 
Many students appeared to have used such websites for translation, although 
some mentioned that they tried to use them less frequently than they used 
to. Furthermore, the teacher encouraged students to proofread their essays 
using an application for grammar correction called Grammarly (Grammarly, 
Inc., 2021). Using these resources, students completed tasks individually and 
shared them online with their peers through comment threads on the LMS. 
Students were required to submit two essays, Essay 1 (in Week 7 or 8) and 
Essay 2 (in Week 15). Aside from the essays, they were assigned tasks to 
share writings and reflections on discussion threads every week (see Table 1 
for an example of courses; course content varies among different courses 
except that all courses had two essay submissions, a revision, and a review 
session followed by teacher feedback). The students were allowed to write 
reflections in Japanese; however, they were required to write the essays in 
academic English.
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Table 1. Course Outline
Week Objectives Activities
1 Goal setting Students decided on the learning goals they would 
like to achieve by the end of the semester.
2 Brainstorming Students shared their ideas on a topic for Essay 1 
on a forum. They were also advised to share 
reflections on how they worked towards the goal in 
the past week.
3 Outline Students wrote the outline for Essay 1. They were 
also advised to share reflections on what they did to 
achieve the goal in the past week.
4 Draft 1 Students wrote their first draft. They were also 
advised to decide on weekly sub-goals/tasks that 
they need to complete until essay submission.
5 Draft 2 Students wrote their second draft. They were also 
encouraged to share reflections on what they did to 
achieve their sub-goals in the past week.
6 Draft 3 Students wrote their third draft. They were also 
encouraged to share reflections on what they did to 
achieve their sub-goals in the past week.
7 Essay 1 Students revised the draft and submitted it as 
Essay 1 .  Students were required to submit 
reflections on what they did so far to achieve their 
goals.
8 Feedback The teacher provided feedback on Essay 1.
9 Revision Students revised Essay 1 according to the feedback 
and added comments on what they did to achieve 
the goal. They also edited the essays, emphasizing 
important aspects that their peers could refer to. 
The revised essays and reflections were shared on 
the forum.
10 Review Students commented on what they learned from 
their peers’ essays and comments, which were then 
shared on the forum.
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11 Brainstorming Students shared their ideas on a topic for Essay 2 
on the forum. Students were also advised to again 
reflect on their learning goals and adjust if 
necessary.
12 Outline Students wrote the outline for Essay 2 and shared 
it on the forum. Students were also encouraged to 
share reflections on what they did to achieve their 
sub-goals in the past week.
13 Draft 1 Students worked on a draft for Essay 2. Students 
were also encouraged to share reflections on what 
they did to achieve their sub-goals in the past week.
14 Draft 2 Students revised the draft for Essay 2.
15 Essay 2 Students submitted their Final  Essay with 
comments on their challenges and goals.
The essays needed to be at least 150 words long (excluding references). 
Each essay should have included in-text citations and a reference list citing 
at least two outside sources. The students were encouraged to refer to 
credible sources and check whether the publisher of the source was 
reputable and trustworthy. The teacher provided examples of reliable 
sources and information publishers (e.g., reputable news sources and 
administrative information of international and national organizations), as 
well as questionable information sources, such as posts from unknown 
authors’ blogs and social media. The students were highly encouraged to use 
an academic language, avoiding informal expressions, such as first- and 
second-person pronouns, which can weaken the credibility of the argument. 
They were also warned not to plagiarize and encouraged to use their own 
words to cite information from outside sources. The teacher evaluated the 
essays according to specific rubrics, which were provided to students before 
submission for self-review.
39
5. Results and discussion
5.1. Competence
According to the questionnaire, the activities seemed to have satisfied 
the need for competence (see Figure 1). The results showed that 71.7% of the 
respondents thought their English writing skills improved, selecting either 
“agree” or “somewhat agree” for the statement “Through goal setting and 
sharing reflections, I felt that my English writing skills improved” (statement 
2), whereas 25% selected “neither agree nor disagree” and one chose 
“somewhat disagree” (see Appendix for the list of statements). The effect on 
their perceived competence was significant, considering that the comments 
were written in Japanese, which may not have directly influenced their 
abilities. Their perceptions regarding their overall English skills were similar 
to the results of writing skills, except that one person, instead of agreeing to 
the statement, selected “neither agree nor disagree” (see Appendix, 
statement 1).
There are several students who commented on their competency in 
their reflections regarding learning goals, including one student who stated, 
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“At the beginning of April, I was not good at writing long sentences in 
English, but I think I have acquired the ability to write long sentences 
through this year.” She proceeded to describe her experience with the 
English proficiency examination, EIKEN: “The other day, I went to take (the 
English test) EIKEN. I always had trouble with answering questions in 
English, but this time I could immediately think of the sentence structure 
and was able to write them.” This experience may have motivated her to 
further state, “Even after this class, I would like to practice writing English 
essays, at least short ones.” Even though the student did not achieve the 
learning goal as she planned, she appeared to have learned many English 
words during the process, as can be seen from her comment: “My goals for 
the second semester were to incorporate (cite) English literature and to 
extend my knowledge of conjunctions. Although the amount of English 
literature (I cited in essays) was less than I had originally planned, I am glad 
that I was able to incorporate it well. I was not able to increase the number 
of conjunctions I know, but I was able to memorize many other words, so I 
would like to continue to increase the number of words I memorize.”
Similarly, another student seemed to have acknowledged their improved 
English skills in the reflections, even though she did not complete the tasks 
as planned. Her objective was to achieve the task in a way she could not 
before, in particular, to “learn how to report numerical data” (in an essay) so 
that she “can use it as evidence,” since she “did not know how to translate 
numerical data into English and could not incorporate it the last time.” Her 
reflections regarding the goal illustrated her perceived competence: “As it 
turned out, I did not have a chance to use any of the literature that dealt 
with numbers, so I was not able to achieve my goal. However, that is not to 
say that I did not experience growth. I have been writing essays since the 
last semester, and I feel that my writing speed has improved dramatically. 
Specifically, my speed of thinking about the structure of sentences has 
improved (it is easier for me to think and plan the structure than before).”
41
5.2. Autonomy
The activities may have had a significant effect on their autonomy, as 
85.7% of the questionnaire respondents selected either “agree” or “somewhat 
agree” to the statement “Through sharing goals and reflections, I felt that it 
was a good experience for me to set my own goals and work towards them” 
(statement 3), whereas three students (10.7%) selected “neither agree nor 
disagree,” and one student responded with “somewhat disagree” (see Figure 
2). Additionally, very few (three people out of 28) agreed to the statement, “I 
wanted the teacher to decide my learning goals” (statement 4), with only one 
person selecting “agree” and two people selecting “somewhat agree.” While 
32.1% of the respondents selected “neither agree nor disagree,” over half of 
them (57.1%) showed disagreement with the statement, either selecting 
“disagree” (21.4%) or “somewhat disagree” (35.7%).
These results indicate that making decisions regarding their learning 
was a positive experience for students. Thus, these activities may have 
satisfied the need for autonomy. Indeed, one student stated that seeing her 
peers’ hard work motivated her to work harder. She also mentioned that it 
was particularly the case because the course was taught online: “Especially 
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because it was an online class, by sharing (goals and reflections), it naturally 
occurred to me that I had to work harder since everyone around me was 
working hard.” The fact that the feeling “naturally occurred” to her may 
indicate that her decision to work harder was autonomous, not merely 
caused by extrinsic factors.
5.3. Relatedness
The overwhelming majority of respondents (75%) agreed with the 
statement (see Figure 3) “I felt inspired by my classmates’ shared learning 
goals and reflection” (statement 5), selecting either “agree” (39.3%) or 
“somewhat agree” (35.7%). Similarly, the majority of respondents (75%) agreed 
with the statement “As I shared my goals and reflections, I found myself 
empathizing and agreeing with my classmates” (statement 6).
There are many comments on relatedness. One student observed the 
reflections of her classmates and found that they tended to have similar 
struggles.
In the reflections, many people answered that “it is difficult to find 
appropriate English expressions’ and ‘to use appropriate conjunctions,” 
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which made me realize that they were facing the same problems. I also 
found some people who mentioned how they could “get rid of machine 
translation,” which was the same as my learning goal. I could relate to 
many of my classmates in achieving their goal, such as the difficulty in 
finding what is wrong with machine translation.
Another student appeared to have related to her classmates, while their new 
ideas inspired her.
I agreed with the comment about how difficult it is to concisely 
summarize one’s thoughts in English. I found it interesting that some of 
the students compared their essays with the ones they had written in 
the previous semester in terms of vocabulary. I also found it interesting 
that some of them connected their works with their favorite things to 
increase their interest in English. I found them interesting because I 
never had such ideas.
5.4. Intrinsic motivation to know
According to the questionnaire results, 85.7% of the respondents agreed 
to the statement, “Now that I have had the experience of sharing learning 
goals and reflections, I hope to learn more English in the future” (statement 
9), which may indicate an increase in their intrinsic motivation to know (see 
Figure 4). There were no respondents who disagreed with the statement, 
while four people (14.3%) chose “neither agree nor disagree.” Similarly, 78.6% 
agreed with the statement “Now that I have had the experience of sharing 
learning goals and reflections, I hope to learn more about English writing in 
the future” (statement 10), which specifically asked about English writing in 
contrast with general English. The students may not have been as motivated 
to learn English writing as they were to learn English in general, as it could 
have been seen from their learning goals, which showed preference for 
obtaining various skills and tasks to complete; however, most students 
worked toward writing-related learning goals. There were slightly more 
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students (by 10.8%) who responded with “agree” than “somewhat agree” to 
the statement regarding English writing. This result may indicate the varied 
effect on their IM to know and that those who worked toward learning goals 
regarding English writing may have been more motivated to expand their 
knowledge on it.
The evidence of their enhanced IM to know through sharing reflections 
can be seen in the students’ comments. One student reflected on her learning 
and felt good about completing the tasks as she planned: “I think I was able 
to work on the essays as I planned. I am also glad that I was able to 
memorize a relatively large number of new English words by working hard 
toward my goals for the second semester.” She proceeded to state the reason 
why she managed to work so hard: “I think the reason why I was able to 
work so diligently and never gave up, even though I was not good at English, 
was because I was able to see my classmates set challenging goals. In order 
to create a better essay, I read many references and paid attention to the 
use of expressions and words. I will continue to learn new English words 
even after this class is over.” As it can be seen from the comment, seeing 
high-achieving peers may have motivated her to further her knowledge of 
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English expressions.
5.5. Intrinsic motivation to accomplish things
The IM to accomplish things may have been enhanced by the activities, 
as indicated by the responses to the statement “Having experienced sharing 
goals and reflections, I would like to set my own English learning goals in 
the future” (statement 11; see Figure 5). The large majority (64.2%) of the 
respondents agreed to the statement, with half (32.1%) selecting “agree” and 
the other half selecting “somewhat agree.” When specifically asked about 
English writing (statement 12, “Having experienced sharing goals and 
reflections, I would like to set my own learning goals for English writing in 
the future”), their responses skewed towards “somewhat agree” (46.4%) 
rather than “agree (17.9%).” Fewer people agreed to the statement, possibly 
because students’ learning goals were not limited to writing, and those 
chosing independent learning goals not related to writing may not have been 
motivated to have their own writing-specific learning goals.
Many students commented that they would like to continue independent 
learning they decided on by themselves, even after the course.
My goal for the second semester was to write longer and more logical 
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sentences than in the first semester, and I think I was able to achieve 
that goal. In addition, I was able to see my classmates’ writings and learn 
about their different ways of thinking and the independent study they 
were doing, which will help me in my future English study. I would like 
to continue my independent studies and improve my English ability in 
the future.
The student recognized the achievement of her learning goal and saw her 
peers’ reflections on their independent study. This experience seemed to 
have motivated her to continue her study in the future.
5.6. Intrinsic motivation to experience stimulation
The students appeared to have perceived increased IM to experience 
stimulation (see Figure 6). The overwhelming majority of the respondents 
(75%) agreed to the statement “Having experienced sharing goals and 
reflections, I would like to try something new in my English learning in the 
future” (statement 13). Furthermore, the majority (71.4%) agreed to the 
writing-related counterpart (statement 14: “Having experienced sharing goals 
and reflections, I would like to try something new in my English writing 
learning in the future”).
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Further analysis revealed IM to experience stimulation correlating with 
relatedness and autonomy.
5.7. Correlations between the psychological needs and intrinsic motivation
The analysis demonstrated that the IM to experience stimulation was 
highly correlated with relatedness and autonomy. More specifically, a positive 
correlation was found between autonomy and IM to experience stimulation 
(see Table 2), represented through statements 3 (“I felt that setting goals for 
myself was a good experience for me”) and 13 (“Having experienced sharing 
goals and reflections, I would like to try something new in my English 
learning in the future”), r(26) = .78. Additionally, a moderate correlation was 
found between statements 3 and 14, r(26) = .62, which referred to having new 
experiences in learning English writing (similar to statement 13, but 
specifically focused on English writing). The results indicate that students 
may have felt more motivated to have new experiences in English in general 
than specifically in writing, as some of them had independent learning goals 
and self-study tasks related to listening or reading, such as listening to songs 
and translating lyrics in order to enhance their vocabulary.
Table 2. Correlations Between Statements
Variable M SD 1 2 3 4 5 6 7
8 3.05 1.02 .01 .07 .05 .16 - .05 - .15 .12
9 4.18 0.65 .67** .63** .50** - .38* .42* .47* .18
10 4.18 0.89 .64** .38* .62** - .38* .62** .56** .38*
11 3.82 0.98 .31 .00 .31 - .29 .49** .55** .38*
12 3.68 0.87 .30 .08 .24 - .34 .39* .54** .29
13 4.09 0.79 .61** .34 .78** - .43* .70** .62** .21
14 4.09 0.85 .65** .33 .62** - .33 .68** .72** .32
*p < .05. **p < .01.
The analysis also revealed a strong correlation between relatedness and 
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IM to experience stimulation, indicating that students, inspired by their 
peers, may have been motivated to try something they had never done in 
their English learning. There was a positive correlation between statements 
5 (“I felt inspired by my classmates’ shared learning goals and reflections”) 
and 13 (“Having experienced sharing goals and reflections, I would like to try 
something new in my English learning in the future”), r(26) = .70. Indeed, one 
student stated in the questionnaire that “it was great to share learning goals 
and reflections because it allowed me to see others’ learning goals, which 
made me want to try these things.” Additionally, another student commented 
that “by seeing how my classmates were setting learning goals and reflecting 
on them, I was able to reflect on my own goals, which was helpful in finding 
new goals that I would like to achieve in the future.”
A strong correlation was also found between statements 6 (“As I shared 
my goals and reflections, I found myself empathizing and agreeing with my 
classmates”) and 14 (“Having experienced the shared goal setting and 
reflection, I would like to try something new to learn English writing in the 
future”), r(26) = .72. The result may indicate that students who found like-
minded people were motivated to try something new in studying English 
writing. Indeed, students seemed to have given particular attention to those 
with similar learning goals, as seen in their comments stating “there was one 
person who had the same goal as mine, so I would see her reflections every 
time. I was trying my best to keep up with her” and “seeing my classmates 
with the same goals as mine motivated me to work on the task and made me 
want to improve.” It can be inferred that having like-minded peers motivated 
them to work harder and start working on tasks and learning methods they 
have not tried before.
As it can be seen from the analysis, satisfying the needs for autonomy 
and relatedness can enhance IM to experience stimulation. In other words, 
those who feel closely related to their peers, or those who like the overall 
experience of making decisions for their studies, are likely to be motivated to 
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set new learning goals as well as start working on tasks and learning 
methods they have not tried before.
5.8. Anxiety
There are mixed opinions regarding the anxiety related to sharing goals 
and reflections (see Figure 7). Although only one respondent selected “agree” 
to the statement “Through goal setting and sharing reflections, I felt anxious 
about learning English” (statement 8), 25% of the respondents selected 
“somewhat agree,” indicating that more than one out of four students felt 
some anxiety. However, the reasons they specified were not necessarily 
negative, including “sharing comments made me feel anxious because it made 
me realize that other people were working hard.” Acknowledgment of their 
peers’ hard work could motivate them to work harder, while it might put 
them under pressure. Another reason was due to students’ lack of confidence 
in their English, as indicated by the comment, “I am a bit weak in English, so 
I was worried about whether I could achieve my goal.”
However, out of the six comments regarding anxiety, four explained why 
they did not feel anxious during the activity. It is worth citing this student 
comment, which explains that “By comparing my own and my classmates’ 
goal setting, I could see what level I was at. From my classmates’ reflections, 
Figure 7. Students’ Anxiety
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I was able to discover what I was missing in my essay, and there was a 
synergistic effect (original Japanese word, soujoukouka), so I did not feel 
anxious.” This implies that students working together could maximize the 
effect of learning opportunities. There are two comments reporting that 
finding people struggling with the same challenge reassured them. One 
student reported that she did not feel anxious “because I found out that my 
classmates were stumbling in the same areas as I did, and that I had a new 
understanding of the same areas as my classmates.” Similarly, another 
response stated, “there were several people who were stumbling in the same 
place as I was, and I felt like I wanted to do my best with them.” The 
comment demonstrated how acknowledging people facing the same challenge 
motivated them to aim for collective achievements. Furthermore, making 
decisions for themselves may have lowered their anxiety, as seen in the 
comment: “I had nothing to worry about because I decided to work towards 
my goal.”
6. Conclusion
Overall, the students responded well to the activities in which they 
shared reflections with their peers on their work toward the learning goals 
they decided for themselves. Regarding RQ1, the activities appeared to have 
satisfied the needs for competence, autonomy, and relatedness of the majority 
of the students. With regard to RQ2, the activities seemed to have enhanced 
the IM to know, IM to accomplish things, and IM to experience stimulation. 
As for RQ3, the analysis indicated that the IM to experience stimulation was 
correlated with relatedness and autonomy, which may imply that those who 
feel related to their peers, or those who have a positive experience making 
decisions for their studies, are willing to have new learning experiences. 
Furthermore, the supplementary questions regarding students’ anxiety 
revealed that the activities seemed to have reduced students’ anxiety by 
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allowing them to acknowledge their peers’ facing the same challenges as 
themselves, while some reported anxiety because of the high-achieving and 
hardworking peers.
Generalizing these results is subject to certain limitations. For instance, 
the sample, consisting of only female students, may make these findings less 
generalizable to other teaching contexts, including coeducational colleges. As 
reported by previous studies of mixed-gender and multicultural classrooms 
(e.g., Banister, 2020; Storch 2005), it is possible that Japanese female students 
are more likely to feel anxious during peer activities than students of other 
gender and cultural profiles. This may explain why some students (28.6%) felt 
varying degrees of anxiety. Another limitation is that the courses were 
conducted entirely online, which resulted in a low response rate to the 
questionnaire (28 out of 100 students) and a limited number of students who 
agreed to provide essays and reflections for analysis (36 students). 
Notwithstanding the relatively limited sample, this study offers some insights 
into students’ perceptions regarding possible alternatives to traditional peer 
collaborations. Further research could also be conducted in various teaching 
contexts to determine the effectiveness of the activities where students can 
learn from their peers’ works and reflections.
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1.  Through goal setting and sharing reflections, I felt that my English skills 
improved.
2.  Through goal setting and sharing reflections, I felt that my English writing 
skills improved.
3.  I felt that setting goals for myself was a good experience for me.
4.  I wanted the teacher to decide my learning goals.
5.  I felt inspired by my classmates’ shared learning goals and reflections.
6.  As I shared my goals and reflections, I found myself empathizing and 
agreeing with my classmates.
7.  I think I could contribute to my classmates’ English learning by sharing 
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goals and reflections.
8.  Through goal setting and sharing reflections, I felt anxious about learning 
English.
9.  Now that I have had the experience of sharing learning goals and 
reflections, I hope to learn more English in the future.
10.  Now that I have had the experience of sharing learning goals and 
reflections, I hope to learn more about English writing in the future.
11.  Having experienced sharing goals and reflections, I would like to set my 
own English learning goals in the future.
12.  Having experienced sharing goals and reflections, I would like to set my 
own learning goals for English writing in the future.
13.  Having experienced sharing goals and reflections, I would like to try 
something new in my English learning in the future.
14.  Having experienced the shared goal setting and reflection, I would like to 
try something new to learn English writing in the future.
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